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Abstract 
Learner autonomy often plays a focused role in higher education institutional and course 
descriptors.  However, many first-year undergraduate language students can suffer from a 
lack of grounding and experience in knowing how to interpret and manage expectations in 
regards to exercising autonomy in language learning courses.  In response, this study sets 
out to explore the potential of linking capacity building for autonomy to an awareness of 
learning style preferences, and how this relates to specific learning strategy development.  
This study aims to demonstrate that an awareness of preferred learning styles coupled with 
purposeful reflection through trial and error, can lead to the development of tailored 
strategies, which in turn aid in fostering the capacity for increased autonomy, and the 
potential for increased self-regulation in language learners. 
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From Learning Styles to Learning Strategies: Fostering the Capacity for  
 Learner Autonomy 
Learning styles might be described as a general description of the tendencies we 
have in deciding how to approach a problem to be solved, or a reaction to a specific learning 
situation with which we are confronted (Oxford, 2003b, p. 273).  Learning strategies, 
however, have been defined as “specific actions, behaviours, steps, or techniques used by 
students to enhance their own learning” (Scarcella & Oxford, 1992, p. 63).  Griffiths (2013) 
further encapsulates these as “activities consciously chosen by learners for the purpose of 
regulating their own language learning (p. 50).  It has been suggested that an awareness of 
both learning styles and strategies may be the first step towards increased self-regulation and 
aids in reinforcing the capacity for learner autonomy to be exercised (Griffiths, 2013).  The 
study reported here is grounded on the premise the two can be complementary, and be 
linked at a fundamental level (Cohen, 2012, p. 42). There are several ways that an awareness 
of what autonomy means can be raised, developed and deployed.  This study, however, 
looks at how after an initial awareness of preferred learning styles was uncovered through 
the outcomes of a questionnaire, focused opportunities for the development of personalised 
learning strategies were provided and supported through dialogue with both peers and the 
teacher.  This was followed up by a period of trial and reflection, which set up further cycles 
of trials, reflections and discussions.  The impact this awareness and practical intervention 
may have had on the students who participated in the study was measured through self-
reporting (via an end-of-project questionnaire), and an analysis of the types of strategies 
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they had chosen to develop for experimentation.  Included in this evaluation was on-task 
classroom observation. In addition, opportunities for coaching in reaction to the challenges 
students faced, in the developmental or implementation stages of their strategies, often arose 
while these areas were discussed in pairs or small groups.  
Styles and Strategies 
Styles  
 Learning styles can indicate a preference for approaching a learning situation, such 
as learning a language, and the many different activities necessary to do so well and 
efficiently.  However, while an individual’s preferred style(s), is generally agreed to be a 
relatively stable learner trait or characteristic (Cohen, 2010, p. 162; Nel, 2008, p. 57) it is 
suggested that it should be seen as flexible and fluid rather than fixed, and that any 
preference indicated (through the results of a survey, for example), should be seen rather as 
tendencies, that can be both strengthened and stretched (Oxford, 2011, p. 40; Cohen, 2009, 
p. 162).  
Strategies 
 Spanning more than four decades, a great deal of research has been undertaken 
attempting to link the use of learning strategies to greater learner autonomy and increased 
self-regulation (Rubin, 1975; Naiman, Froehlich, Stern, & Todesco, 1978; O'Malley & 
Chamot, 1990; Oxford, 1990; Oxford 2003a & 2003b; Dörnyei & Skehan, 2003; Griffiths, 
2008; Griffiths, 2013; Griffiths, 2015).  Learning styles, while considered to be a distinct 
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and separate concept, have been suggested to have a natural influence and connection to the 
strategies a learner may choose, or feel more inclined to use (Griffiths, 2013, pp. 27-28), and 
these can have an influence on strategy selection (Rubin, 1975, p. 48).  Cohen (2012) 
suggests that “language learning strategies are directly tied to learners’ underlying learning 
style preferences (p. 142),” while Oxford (2003b) cites the need for a strategy to link to a 
learners’ general learning style(s) as one of three conditions for it to be considered a useful, 
or positive activity for a given learner (p. 274). 
The teachability of learning strategies, however, has been questioned, largely due to 
the wide range of individual differences inherent across language learners (Griffiths, 2015, 
p. 249; Dörnyei, & Skehan 2003, pp. 601-607).  However, while Griffiths (2013, p. 148-
149) acknowledges a mixed picture of research findings, she equally insists on the need for 
further investigation into the effectiveness of strategy instruction, suggesting the 
relationship between language proficiency and learning strategies is sufficiently positive to 
warrant this (Nunan, 1995, as cited in Griffiths, 2013, p. 149).  While the effectiveness of 
strategy instruction has been debated, language learning strategies themselves are generally 
considered to be useful and profitable for those who make the conscious effort to use them, 
in accordance with their individual circumstances and preferences, or differences. (Griffiths, 
2015, p. 432; Kato & Mynard, 2016; Cohen, 2011).  Cohen (2011, p. 683) suggests that 
although strategy instruction may take a variety of approaches, the following features will 
likely be found: 
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1. raising awareness of the strategies that learners are already using;  
2. presenting and modelling strategies so that learners become increasingly aware of 
their own thinking and learning processes;  
3. providing multiple practice opportunities to help learners move toward autonomous 
use of the strategies through gradual withdrawal of teacher scaffolding; and  
4. getting learners to evaluate the effectiveness of the strategies used and any efforts 
that they have made to transfer these strategies to new tasks. 
 The approach taken in this study introduces two important differences to this model.  
The first is that instead of “raising awareness of strategies already in use” (point 1 above), a 
learning style survey was used to raise an initial awareness of how individual students might 
tend to approach language learning.  Secondly, in place of “presenting and modelling 
strategies” (point 2), learners were encouraged to suggest strategies on their own, taking 
their initial cue from a detailed breakdown of their learning style preferences and the 
possible implications of these for ways to approach learning.  This detailed commentary is 
found in the post-questionnaire section, “understanding your totals”, of the “learning style 
survey: assessing your own learning styles” (Kappler, Cohen, & Paige with Chi., 
Lassegard., Maegher., & Weaver, 2009, pp. 151-161).   
Points 3 and 4 above are represented in this study with focused reflection and 
dialogue taking place in the classroom, and ample opportunities to act on the ideas generated 
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within and outside of their language classes.  Taking into consideration what has been 
brought out earlier in regards to the teachability of learning strategies, this approach aimed 
to raise awareness (point 1 above) from what may be considered the very nucleus of 
autonomy, the learners’ own ideas, thoughts and feelings concerning their learning style 
tendencies, and what particular strategies might enhance these.  This insight then provided a 
context for further reflection and re-assessment of these strategies, once they had been 
experimented with by each student (Cohen, 2008, p. 54). 
The Study 
 Context and Purpose 
 Encouraging learner autonomy is stated as one of the main objectives in the 
description of course objectives at the Center for English Language Education (CELE) at 
Asia University (CELE Handbook, 2016, p. 49), and indeed, autonomy is widely 
acknowledged to be closely linked to motivation and life-long learning (Benson, 2011, p. 
84).  This university offers programmes to study abroad for first and second year students 
(in the first and second semesters of their second year) primarily at partner universities in 
the USA, and typically for a period of five months.  One of the points regularly made by the 
teachers and course leaders at the university courses abroad in regards to those who attend 
these courses is an apparent lack of noticeable initiative to engage autonomously with their 
course of study (C. Novotny, personal communication, July, 2016).  This may be due to 
culturally bound experiences of language learning these students have had in Japan previous 
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to entering higher education.  Learner autonomy is not highly regarded as an attribute 
required for success in the English language courses and examinations Japanese English 
language learners typically undergo during the required six years of study, prior to entering 
university (Matsumoto, 1996, p. 147). 
The aim of this study was to initiate an awareness of what autonomous learning can 
mean and ways in which self-regulation can be useful to language students. The objective 
being to encourage and develop an increased capacity for autonomy with the first and 
second year students whom I teach. This was undertaken through initiating a process of 
identifying preferred learning styles, and later using an understanding of these to develop 
personalised learning strategies.  This aimed to enable the students I teach to more 
successfully self-regulate their engagement with the language learning courses they 
currently attend, and to better navigate the requirements of any future study abroad courses 
in which they may have an interest.  The secondary aim was to channel this awareness into 
action and purposeful reflection, and in this way, provide these learners with a range of tools 
to increase their capacity for autonomy as they continue through their language learning 
studies. 
This study consisted of introducing two classes of first and second year university 
students (n=35) to the concept of learning styles, and providing guidance so that those styles 
identified as preferences could then be used as a base to develop personal learning strategies 
to either strengthen or stretch those learning styles identified. 
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The Participants 
Two classes were invited to participate in this study.  One was a group of 17 first-
year students on a Multi-Cultural (MC) Studies degree programme, many of whom would 
be studying abroad at a university in the United States for one semester in the following 
year, on a university sponsored course.  These students were aged between 18 and 19, and 
were all of Japanese nationality, with the exception of one Chinese exchange student.  This 
group consisted of 16 females and one male student.  Their general level of English could be 
estimated to be at level B1 as described in the Common European Framework of Reference 
for Languages: Learning, Teaching, Assessment (CEFR) (2001, p. 26).  The second group in 
the study was a group of second-year students on an International Communications (IC) 
degree course, most whom would be studying abroad (at a US university) for one semester 
in the following semester of the same year.  This group consisted of a variety of nationalities 
(Burmese, Nepalese, Chinese, and Indonesian) with the majority being Japanese, however.  
The average age was between 20 and 21, with eight being male and 14 female.  This group 
is estimated to be at a B2 level of English according to the CEFR (2001, p. 27).  All students 
were provided with a CELE research consent form which detailed the aims and conditions 
of the study.  They were informed of their choice to participate or not, and of their right to 
anonymity.  A total of 35 students agreed to take part in the study.  
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Procedure 
The process underlying this study was one of several steps involving both in-class 
and out-of-class tasks.  Both classes were first provided an opportunity to assess their own 
learning styles through an established learning style survey (Kappler., et al., 2009, pp. 151-
161), where a significant amount of reflection and introspection was undertaken as the 
learners were asked to respond to questions, and later engage with descriptions and some 
implications of their learning style preferences, as indicated by the results of the survey 
questionnaire. Griffith (2013, p. 181) clearly indicates awareness-raising as a key 
component to successful strategy development programmes and it was determined that this 
initial engagement with the learning style survey would help to fulfil the larger aim of 
developing learning strategies from a stronger awareness of learning styles.  Following this 
initial assessment, opportunities in class were provided to encourage the development of 
specific behavioural-based learning strategies based on the descriptions of those learning 
styles identified, and students were asked to consider if these might either strengthen or 
stretch the learning styles indicated as outcomes of the questionnaire survey.  
These strategies were primarily developed by the students on their own. However, 
the task sheets on which they were recorded (see Appendix A) were collected, commented 
on, and returned in order to encourage increased specificity, or other points of interest to 
further clarify the intended choice of the behaviour-specific strategy being developed by 
each student.  These comments included advice, such as taking a broader or narrower view 
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of their tendencies, and questions leading them to think about the practicalities relevant to 
the execution of their strategies, for example.  In-class coaching, by way of one-to-one 
conversations with a learner at his or her request, was aimed at providing a nudging towards 
a commitment to attempt or experiment with an idea of their own though reflective 
questioning and encouragement (Kato & Mynard, 2016, pp. 50-58).  
In later classroom sessions, the learning strategies, which had been developed and 
experimented with, were shared and read aloud in small groups where the effectiveness (or 
lack) of implementing these into their repertoire as language learners and students was 
reported, and they were asked to reflect on any changes needed which might bring greater 
success.  Any changes or alterations to the original strategies were made and the learners 
were asked to talk about when, where and how they might begin again.  These reflections 
were recorded (see Appendix B) and stored for future evaluation and critical analysis.  The 
chance to meet in the classroom to discuss the learning strategies they had chosen to 
experiment with was provided again nearer to the end of the semester.  
The aim in taking the route, “from styles to strategies”, was intended to capitalise on 
the interest generated through self-discovery and channel this into an opportunity for the 
learners to envision and implement their own strategies for learning, as previously 
highlighted.  While they are considered different concepts, it has been agreed that learning 
styles can significantly influence the types of language learning strategies students elect to 
use (Griffith, 2013, pp. 27-28) and that learners should be encouraged to choose their own 
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strategies to complement these styles according to how comfortable they are with them and 
the extent to which a particular strategy works for them (Griffith, 2013, p. 129). 
At the end of the semester all the students who had agreed to participate in this 
project were asked to assess their involvement in the process, from the identification of 
preferred learning styles, to the development of individual learning strategies, and the 
impact this had had on their approach to taking a more active part in their own learning.  
This evaluation consisted of a questionnaire survey which I wrote to elicit their views on the 
extent to which this process had raised an awareness of how they learn (languages) and 
ways in which they might become more effective learners.  From an analysis of their 
responses, percentages were calculated to measure the impact of the learners’ involvement 
in this study, and to what extent they felt they had benefited from it (as reflected in the 
initial research questions – see below).  
Materials and Methods 
The identification of different learning styles the learners involved in this study 
might be most inclined to exhibit when involved in language learning were indicated by the 
initial learning style survey results. These results were then used to inspire these learners to 
envision particular learning strategies that might strengthen or stretch the learning styles 
indicated.  
This initial discovery and grounding stage was managed through a brief teacher-led 
presentation of an interpretation of their learning style survey results, followed by group 
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discussion, further reading and planning outside of class. This was later supported by further 
group and paired sharing, and the opportunity for interaction and coaching with the 
involvement of the teacher (the author) in the classroom setting.  
By taking advantage of the rich sociocultural learning environment of the classroom, 
combined with the scaffolding of self-guiding worksheets (appendices A & B), and the 
interaction with one another and the instructor, it was believed that the resulting strategies, 
which the learners had envisioned, would be meaningful and inspiring, reflecting their 
strong personal investment in them. 
Two research questions posed at the onset of the undertaking were as follows: 
1. To what extent would the learners feel they had benefitted by engaging in this 
process of self-discovery and development? 
2. What kinds of strategies would the learners identify as useful for language learning? 
To determine a response to the first research question, a post-study questionnaire 
was developed, which individual students in both groups were asked to complete. The 
strategies individual learners developed through this process were collected and examined 
for aspects which would indicate whether they could be identified as cognitive or meta-
cognitive strategies, and to what sub-category they might belong, if any. This was done with 
reference to Griffith’s model (2013, p. 43). The number of strategies which were attributed 
to the different categories and what this might indicate are discussed further in the final 
section (findings and discussion). 
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The instruments 
Determining learner styles 
  As noted earlier, this study involved several steps spread out in gapped intervals 
over the semester.  First, the concept of learning styles was introduced to the two student 
groups before taking the learning style survey.  This involved a brief discussion and an 
element of prediction on the part of the students, followed by feedback and further 
discussion.  After this, the students were provided with a survey questionnaire to complete.  
The questionnaire which was used is published for public use in the book, Maximizing study 
abroad: An instructional guide to strategies for language and culture learning and use 
(Kappler., et al., 2009, pp. 151-161).  This was chosen due to its established credentials for 
use in the context of helping learners to gain a new perspective of themselves, particularly 
for those who will be studying outside of their home country.  This questionnaire was 
originally based on Oxford’s Style Analysis Survey (1995) and Ehrman and Leaver´s, 
Cognitive styles in the service of language learning (2003).  
The survey questionnaire was provided to the learners to complete at home in their 
own time following the initial introductory class discussion, as it was felt they might benefit 
from having ample time to complete it without undue pressure.  It is suggested by the 
authors of the survey that it might typically require approximately 30 minutes to complete.  
In the following classroom hour, the learners were given the second part of the survey, 
titled, “understanding your totals”.  This section introduces the concepts and limitations of 
134 
the questionnaire results and how to interpret the different scores reflected by the categories 
of learning styles into which each learner placed themselves by answering the questionnaire.  
There are 11 categories in total, which reflect the same 11 parts of the survey (see 
Appendices F and G for a breakdown of the learning style survey results by group).  The 
survey is divided into the following areas: 
1. How I use my physical senses: visual, auditory, tactile/kinaesthetic 
2. How I expose myself to learning situations: extroverted. introverted 
3. How I handle possibilities: random-intuitive, concrete-sequential 
4. How I deal with ambiguity and with deadlines: closure-oriented, open 
5. How I receive information: global, particular 
6. How I process information: synthesizing, analytic 
7. How I commit material to memory: sharpener, leveller 
8. How I deal with language rules: deductive, inductive 
9. How I deal with multiple inputs: field-independent, field-dependent 
10. How I deal with response time: impulsive, reflective 
11. How literally I take reality: metaphoric, literal. 
In the second part of the survey, when the learners are asked to read and interpret 
their totals, the different areas of the questionnaire are subdivided to show the greater 
tendency they may have towards each aspect of the “How I do” concept represented in each 
part of the questionnaire.  For example, part 1 is subdivided into three parts to show whether 
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the learner has a tendency towards a) visual, b) auditory, or c) tactile/kinaesthetic use of 
their physical senses when involved in language learning.  Part 2 subdivides the tendency of 
exposure to learning situations into a) extroverted and b) introverted, and so on.  Due to 
space limitations, it is suggested that the reader access the original survey for a full 
breakdown.  The learners who were involved in taking this survey were led in a full class 
hour to an understanding of what their totals meant and how they could be interpreted via a 
power-point presentation and general discussion. Additionally, they were encouraged to take 
the itemised description home for further reading and analysis.  
Developing learning strategies 
In the breakdown of the different learning styles, the writers of the survey provide a 
summary for each part and indications of how someone inclined towards one or the other 
polarity (global vs particular, for example) might approach learning through a number of 
actions and behaviours.  The learners were asked to reflect on their results and to choose one 
or two areas in which they either scored very high on one extreme (a strength), and/or one 
which they scored very low on (a style to be stretched) and to think of a specific behaviour 
(or strategy) they could experiment with over the next few weeks.  They were provided with 
a worksheet on which to record their ideas (see Appendix A) and asked to complete it in 
their own time.  As noted in the earlier section outlining the study, this was later collected in 
class and commented on as a form of coaching, and as a way to allow the instructor (this 
author) to nudge any initial ideas towards a more defined direction, without influencing their 
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decisions regarding what strategies they wanted to experiment with too directly.  This was 
done through questions or comments intended to lead the student to reflect on their ideas 
and to rephrase them so that they were as specific and concrete as possible. 
Determining attitudes 
The questionnaire administered in the post-process stage of this study, aimed to 
measure the extent to which the learners who had participated in the study believed their 
continued engagement in the process of developing learning strategies from an awareness of 
learning styles, had benefitted them. 
The questionnaire contained 18 Likert-style items which made up six areas of 
inquiry.  This survey was originally piloted with a group of first-year undergraduates in 
Bhutan at a private university where the author had previously worked.  The entire project 
was in fact piloted at that time, and this experience informed the present study in a number 
of ways, among them a re-writing of some of the questionnaire items as well as the layout of 
the questionnaire.  The questionnaire items and layout were based on suggestions found in 
Dörnyei (2011, pp. 101-115; 2008, pp. 17-68).  The learners were asked to respond to each 
statement by choosing from a range of six responses (see next section) to measure the extent 
of their agreement.  The six themes of inquiry which represent the target areas of the Likert 
scale items are found in the following section, with the mean average percentage for each 
overarching area of inquiry provided for both student groups as well as for the combined 
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group (n=35).  The statements used in the questionnaire to measure learners’ responses to 
each area of inquiry can be found in Appendix C. 
Findings and discussion 
Regarding the extent to which the learners feel they may have benefited from 
engaging in this process (research question 1), responses to the questionnaire were totalled, 
and then averaged by student group.  These totals were then added to one another to arrive 
at a total for both the first-year and second-year students combined. The sums for the two 
groups (n=35) show an averaged representation of their attitudes and feelings to the specific 
areas of inquiry, and consequently reflect their involvement in the study.  The specific 
responses which received the highest number of learner agreement have been set in bold 
type to highlight the strength of response to the area of inquiry.  Generally, it was 
interpreted that agreement from “Quite a bit” to “I totally agree” signalled a positive 
response, and those ranging from, “I totally disagree” to “Somewhat”, showed the area of 
inquiry to be viewed in a tenuous light and towards a negative response. 
 
Table 1.  Have I gained a new awareness of my learning style(s)? 
 Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 0 0 0 
Not very much 3 5 0 
Somewhat 11 13 9 
Quite a bit 30 20 44 
Yes, a lot 46 50 40 
I totally agree 10 12 7 
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Table 2.  Was collective introspection and critical analysis useful in the 
development of my learning strategies? 
 Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 1 2 0 
Not very much 5 5 4 
Somewhat 18 20 16 
Quite a bit 33 28 38 
Yes, a lot 33 27 42 
I totally agree 10 18 0 
 
Table 3.  Was self-reflection helpful in planning my own learning strategies? 
 Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 1 1 0 
Not very much 4 3 7 
Somewhat 9 12 4 
Quite a bit 33 33 33 
Yes, a lot 43 42 45 
I totally agree 10 10 11 
 
Table 4.  Did experimentation with my own learning strategies prove helpful in becoming 
more autonomous? 
 Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 0 0 0 
Not very much 4 3 4 
Somewhat 14 15 15 
Quite a bit 48 45 53 
Yes, a lot 25 25 24 
I totally agree 9 12 12 
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Table 5.  Does an awareness of my preferred learning styles and different strategies 
for learning seem necessary for me to be more autonomous? 
 Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 1 0 2 
Not very much 6 5 7 
Somewhat 20 13 29 
Quite a bit 29 25 34 
Yes, a lot 35 45 24 
I totally agree 9 12 4 
 
Table 6.  Can I imagine myself using my new awareness of styles and strategies in the future 
to help me learn? 
 
 
Combined group 
(n=35) % 
2nd Year group 
(n=20) %        
1st Year group 
(n=15) % 
I totally disagree 0 0 0 
Not very much 5 7 2 
Somewhat 18 25 9 
Quite a bit 35 25 49 
Yes, a lot 28 33 33 
I totally agree 14 20 7 
The percentages for the two groups combined show a high level of positive 
engagement across the six areas of inquiry, with most responses grouped around “Quite a 
bit” or “Yes, a lot” of agreement, hence suggesting that the learners involved in the study 
did indeed find that it had benefitted them (thus answering in the affirmative to the initial 
research question).   
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The results suggest that approximately three quarters of the participants felt that they 
had gained a new awareness of their learning style(s), which could be interpreted as an 
initial awaking of the metacognition needed for autonomy and self-regulation to become 
operable.  Self-regulatory action in language learners is defined as being vital for autonomy 
to flourish (Cotterall, 2008, p. 110).  It would also appear that the scheduled classroom 
hours in which the learners were provided with the opportunity to share their learning 
strategies, and encouraged to exchange insight and comment on these, were well-received.  
Over three quarters (76%) of those surveyed agreed that “Collective introspection and 
critical analysis” was useful to the development of their learning strategies.  
This evaluative inquiry in response to the success (or otherwise) of the self-
developed strategies was externalised within the collaborative interaction of the discussions, 
and is where a sense of efficacy is thought to increase through exposure to peer modelling of 
these cognitive skills (Schunk & Hanson, 1985 in Bandura, 1997, p. 234).  Educational 
psychology, which here is taken to encompass L2 learning, argues that this sense of efficacy 
strengthens motivation, fosters academic success and aids in building intrinsic interest 
(Bandura, 1997, p. 175).  Bandura (1997) suggests that automatization of these strategies 
may be internalised through practice, repetition and further modelling, leading to reduced 
scaffolding and increased autonomy (p. 227), affirming that, “a vast amount of social 
learning occurs among peers” (p. 173). 
141 
However, while a majority of the students apparently viewed this interaction in a 
positive light, nearly a quarter of those surveyed were somewhat less inclined to agree, or 
did not find it very helpful.  One possible interpretation of this may be due to the quality of 
the discussion they had had with a classmate, or the usefulness of any advice or support they 
received.  Nevertheless, as language learners, the collaborative essence of the task of sharing 
strategies and an evaluation of their success, provided an authentic task in which the target 
language was used for a purposeful outcome, regardless of its real impact on the 
development of the strategies for all of those involved.  To that end, it might be argued that 
if not as useful for strategy development for those few learners, it may have proved to be an 
opportunity for collaborative language learning through discussion and the sharing of views. 
Self-reflection (area 3), on the other hand, was determined to be equally or more 
useful to the development of the learning strategies as again, the majority responded 
favourably to this area of inquiry, with only 14% of the respondents reporting to agree 
“Somewhat”, or “Not very much”, and only one student reporting that this was not helpful 
at all.  It may be useful to bear in mind that while Japanese learners can tend towards self-
reflection, silence can often be misinterpreted as non-productive (Harumi, 2011).  Here, 
however, self-reflection might be interpreted as very productive, especially at a cognitive 
and metacognitive level of involvement.  The strong sentiment of agreement with this third 
area of inquiry may suggest that the take-home tasks involving quiet reading and 
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introspection, as well as the class time given over to quiet planning of strategies (with non-
intrusive teacher coaching), was time well spent. 
The fourth area, which dealt with trial and error, experimentation and action, found 
more than 82% of the students reporting it to be helpful to use their self-determined learning 
strategies to gain increased agency and become more autonomous. The suggestion that the 
learners themselves valued experimentation with their strategies in such a way puts into 
perspective the importance of “learning by doing” for many learners.  By conceptualising 
the process of linking purposeful action to the previous periods of self-reflection within the 
initial stages of discovery, and within the process of bottom-up strategy development, it 
becomes possible to gain an appreciation of the level of impact the project may have had on 
these learners. 
The fifth area of inquiry was an attempt to determine if there was any evidence of a 
causal relationship between knowing what one’s learning styles are, the different strategies 
available to stretch and strengthen these, and the end goal of being capable of autonomous 
learning.  While 35 % of the respondents agreed quite confidently that there was and nearly 
another 30 % agreed “Quite a bit”, nearly a quarter combined to agree with less confidence, 
choosing to agree “Somewhat” or, “Not very much”.  This lack of clarity in the response 
may simply indicate that there was insufficient time for any concrete conclusion to come 
from their efforts.  Nevertheless, it does seem to fit into the narrative mentioned earlier (see 
Styles and Strategies section)—reinforcing that a causal link between style, strategy and 
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autotomy is somewhat slippery and may be difficult to research conclusively due to the 
many extenuating factors, such as the number of individual differences and other external 
factors which are difficult to control.  
However, in the sixth area of inquiry which asked whether these learners could 
envision themselves using their self-developed strategies to help them learn in the future, 
more than sixty per cent agreed either “Quite a bit” or “Yes, a lot”.  This, I believe, is an 
encouraging sign.  Often, envisioning a future act with a positive (or otherwise) outcome 
can be self-fulfilling and help to shape one’s attitude and motivation (Dörnyei, 2014, p. 13). 
Classification of the strategies 
Categorization of the strategy statements which these learners developed and 
recorded was conducted using a model developed by Griffiths (2013).  Her taxonomy of 
language learning strategies is divided primarily into two major areas: Metacognitive, with 
socio/affective strategies included as subcategories; and Cognitive, with strategies relating 
to memory as a subcategory (p. 43). 
 
Table 7. Self-developed strategy types by category.  
 
Number Student group Strategy Category Subgroup 
 
13 First year Metacognitive  
7 First year Metacognitive Social 
1 First year Metacognitive Affective 
2 First year Cognitive  
2 First year Cognitive Memory 
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Table 8. Self-developed strategy types by category. 
 
Number Student group Strategy Category Subgroup 
 
12 Second year Metacognitive  
8 Second year Metacognitive Social 
12 Second year Cognitive  
 
While metacognition enables the management, or self-regulation of one’s own 
learning, and thus may imply that the learner is more able to become less dependent (and 
consequently more autonomous) on the external scaffolding of the learning situation 
(Anderson, 2008 in Griffiths, 2013, p. 43), strategies of this kind can also be reduced to 
wishful thinking should the act (or cognition) needed to fulfil these plans fail to materialise 
(Griffiths, 2013, p. 44).  Nevertheless, Purpura (1999) cited in Oxford (2003a, p. 12) found 
that metacognitive strategies had "a significant, positive, direct effect on cognitive strategy 
use, providing clear evidence that metacognitive strategy use has an executive function over 
cognitive strategy use in task completion" (p. 61). 
The very nature of the act of envisioning a future self-regulatory act in reference to 
language learning can be seen as a metacognitive undertaking in itself, and thus making the 
categorization of the strategies somewhat complex. Griffiths (2013) acknowledges that 
while a framework such as the one used here may alleviate some of the theoretical issues 
involved, there remain the practical difficulties when determining how to classify items to 
specific categories when there is an apparent overlap noted.  This issue of the inherent 
ambiguity in strategy classification is dealt with here by focusing primarily on the principle 
act conveyed in the strategy statement, and whether this emphasised a view towards 
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“controlling, managing and regulating the learning process (metacognitive), or activities 
which directly process the material to be learnt (cognitive).” (pp. 43-45).  For a non-
exhaustive list of strategy statement examples, see Appendices D and E. 
Students in their second year (see Table 8), for whom the reality of facing a semester 
of study abroad was much more immediate, exhibited a stronger relationship with the 
necessary balance of cognitive and metacognitive strategies.  For the first-year students, on 
the other hand (see Table 7), 21 of the 25 strategies which were developed and recorded 
were categorised as primarily metacognitive learning strategies.  One interpretation of this 
may be that these students in the first semester of their first year at university are all the 
more acutely aware of the need to manage future learning.  This is an observation which I 
believe would fit with the reality of their situation as first year students, and corroborates 
with my own observation of what they produced as classwork and the processes which 
typically goes into this, and our discussions and conversations, both formal and informally.  
When examining what are considered to be core, and frequently used strategies, 
Griffiths (2013) concludes that metacognitive strategies appear to play a major role and are 
believed to be a core ingredient of language learning strategies on the whole (pp. 60-63).  
However, in a group of plus strategies used successfully by advanced students, cognitive 
strategies form the largest subgroup and there is a wide and somewhat more even 
distribution of focus, with strategies related to interaction, vocabulary, dealing with 
ambiguity, noticing patterns and the management of feelings (Griffiths, 2013, p. 64).  The 
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second-year students in this study show, through the choices made when determining what 
strategies would serve them best individually, that they are aware of the need to take 
concrete action. In many cases, they also exhibited tendencies to match the plus strategies 
referred to above. The strategies they developed and put into practice focused on a wide 
range of interaction including social engagement, engaging with text and video, as well as 
planning for sequences of homework and self-study (alone or with others) in a variety of 
locations. These strategies exhibited a conscious effort on the learners’ part to take 
advantage of their natural learning styles to manage, and help regulate, their studies and 
consequent learning (see Appendix E).  Broadly speaking, the learning strategies developed 
by the respective learners (regardless of year) appear to be fit for purpose and exhibit a 
reflective and responsive attitude towards identifying activities which coincide with their 
personal learner traits, and which show an agentic approach to using resources of their own 
to further their language learning experience. 
Conclusion 
 This study has illustrated that the role of encouraging learner autonomy, and 
fostering self-regulatory strategies for language learning can be enhanced by raising 
awareness of learning styles combined with scaffolding opportunities for strategy 
development linked to the personal characteristics of the learners, or their learning styles.  
While the research reported in this paper is primarily based on self-reporting by students 
involved in the study, it is evident from these reports (and my own observation in the 
147 
classroom) that through involvement in the process and cycles of raising awareness via self-
discovery, the development of learning strategies through reflection, trial and error and 
further reflection, student autonomy had been exercised and an awareness was developed of 
how purposeful, strategic planning can have a positive impact on their learning and future 
studies.   
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Appendix A 
Learning Style Survey: Assessing Your Own Learning Styles 
Read about how your total score from the Learning Style Survey can help you understand 
more about your learning style preferences. Consider how well this describes you. Also think 
about how this might translate into specific learning strategies in (and out of) class.  
 
In other words, if this is really how you prefer to learn, what specific behavior might increase 
your learning potential?  
 
Find the learning styles you scored highest on (and/or lowest on) and record your ideas in the 
space provided on the learning style description page as you read about your styles (from page 
2-6). 
 
Finally, choose two of the ideas you wrote down after reading about your score and 
learning styles, and write them on this page (below). These will be the strategies you will 
try over the next few weeks. 
 
This is an example of what to do. 
 
e.g.  If you scored high in Part 2 as an extroverted learner you might think the following 
ideas could be good learning strategies for you: This is a real student example from part 2: 
 
e.g.  Because I’m an extroverted learner I’m going to try harder to learn through conversation and when 
I discuss with other students I think I can learn better and easily. I’m going to start in tomorrow’s class. 
 
My Learning Goals: Make a brief plan for the strategies you are going to use, 
how and when. 
1. Because I’m a ____________________ learner, I’m going to 
__________________________________________________________________________________
__________________________________________________________________________________ 
 
2. Because I’m also a ____________________ learner, I’m going to 
__________________________________________________________________________________
__________________________________________________________________________________  
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Appendix B 
From Learning Styles to Learning Strategies 
 
Please get into groups of two or three people. Follow the steps below. 
 
Tell each other about one of the ‘Learning Strategies’ that you thought would help you 
strengthen or stretch one of your learning styles. 
Read out your strategies to each other. 
 
Ask and answer the questions below. Discuss anything that comes up from the questions. 
Feel free to ask or say anything that is related to these questions. 
 
Did you have any trouble implementing the learning strategy in your life/studies? If so, 
what were they and how did you deal with these problems? 
 
How effective do you think the learning strategies have been for you? Can you say what 
it changed or how you think it helped you learn easier/better? 
 
If they did not seem to be totally effective, or if you had any trouble implementing them 
(because of time, other pressures, etc.), what changes can you/are you going to make? 
 
Suggestions for changes to Learning 
Strategies  
Suggestions to changes to Self and 
Situation 
  
Write a new (or improved) learning strategy on the back of this page. **Remember that 
these should be as specific as possible, and should be about real behaviour that you can 
manage. 
 
Learning Strategy - Not specific 
 
• Because I am a visual learner, I’m going to learn with video, books and pictures to 
improve my language. Learning from video with subtitles make me learn quickly. In 
my free time, I watch video to improve my language skills. 
Learning Strategy – Specific 
 
• Because I'm a visual learner, I’m going to spend more time using video to help me 
improve my English. Once a week, on Wednesday evening *(this is free time) I will 
spend ½ to 1 hour watching films and videos on my computer at home. I will write 
down any new phrases I learn and find out what they mean. I will also practice 
shadowing a few of my favorite scenes. 
 
I also suggest that you make a note of where you will execute this this learning strategy (at 
home, in class, in a café, in the park?) and when you are planning to start. 
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My new (and improved) learning strategies  
 
You should include: 
 
What you are going to do - How you are going to do it - When you are going to do it – 
and Why you are going to do it. 
 
 
Because I’m a(n) _______________________________learner, I’m going to ________ 
 
_______________________________________________________________________ 
_______________________________________________________________________ 
 
 
 
My new (and improved) learning strategies 
 
You should include: 
 
What you are going to do - How you are going to do it - When you are going to do it – and 
Why you are going to do it. 
 
 
Because I’m a(n) _______________________________learner, I’m going to __________ 
 
________________________________________________________________________ 
 
________________________________________________________________________ 
 
________________________________________________________________________ 
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Appendix C 
The six areas of inquiry as represented in the questionnaire 
 
1. Have I gained a new awareness of my learning styles? 
• Discovering my tendencies in how I typically learn (my styles) was new and 
interesting for me. 
• Finding out about my strengths and weaknesses in learning styles was exciting and 
helpful. 
• Learning about how I approach learning based on my answers to the questionnaire 
helped me understand myself and made me think. 
 
2. Was collective introspection and critical analysis useful in the development of 
my learning strategies? 
• Discovering my learning styles, then implementing my own strategies was made 
more effective by discussion. 
• The process of talking about my strategies with a classmate was helpful in making 
the right kind of changes. 
• It was useful to share my strategies with a classmate and talk about them, and then 
make a few changes. 
 
3. Was self-reflection helpful in planning my own learning strategies? 
• I found it very useful to think about how I learn and what I can do to be a more 
effective learner. 
• The way to help myself best is to think about my learning styles and then decide 
what to do to be successful. 
• Thinking of my own strategies to learn better was more meaningful than having 
someone tell me what to do. 
 
4. Did experimentation with my self-developed learning strategies help me become 
more autonomous? 
• Trying out my own learning strategies (did) didn’t really help me become an 
autonomous learner. 
• The learning strategies I tried out were mostly effective in helping me realise I can 
really help myself. 
• Exploring and experimenting how to help myself learn based on my own thoughts 
was empowering 
 
5. Does and awareness of my preferred learning styles seem necessary for me to be 
more autonomous? 
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• Lifelong learning is only possible when someone knows how they learn and can do it 
on their own. 
• In order to learn independently when there is no teacher around I need to know how 
I learn best. 
• Knowing about my preferred learning styles and trying different learning strategies 
makes me autonomous. 
 
6. Can I imagine myself using my new awareness of styles and strategies in the 
future to help me learn?) 
• I can picture myself using what I learned about myself, learning styles and strategies 
to help me in the future. 
• Next semester I plan on continuing to implement my learning strategies to help me 
learn better and faster. 
• When I go to study abroad I can imagine myself using my own learning strategies to 
help me in my studies. 
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Appendix D 
 
Self-developed strategy examples 1st year students (sample only) 
 
Strategy Subgroup Strategy Statement  
 
Metacognitive 
 
I’m going to keep a deadline and make a plan for assignment or 
exam 
 
Metacognitive I’m going to study enjoying fames and reading news sites, 
books and manga in English every weekend. If I did that, I like 
to do more independent work and expose myself to learning 
situations. 
 
Metacognitive I’m going to decide time limits to spend on the homework, and 
finish it as soon as possible. Therefore, I’m going to do 
homework right after the class is finished. 
 
Metacognitive I’m going to study by myself at a library or my home. I don’t 
have Wed. third class so I go to the library and study Chinese 
and English. 
 
Metacognitive/social    I’m going to join the English club on Tuesday after class. I can 
talk to friends in English and improve my speaking skill. 
 
Metacognitive/social    I’m going to talk about new topics with friends and share my 
ideas. I’m going to discuss it in class. 
 
Metacognitive/social    I’m going to join the English club on Tuesday after class. I can 
talk to friends in English and improve my speaking skill 
 
Metacognitive/social    I’m going to do discussion with many persons. I like taking to 
friends but not only them. Many people have a lot of ideas so I 
can know a lot of different ones. 
 
Metacognitive/cognitive I’m going to try to watch American movies in English and 
listen to American music at home. When I have free time, I’m 
going to watch and listen because I want to improve my 
auditory skills. 
  
Metacognitive/affective I’m going to do project with playing something and objects. 
I’m going to use my 5 senses (sight, hearing, smell, taste and 
touch) in communication and class work. 
 
Metacognitive/cognitive     I’m going to study step by step. I don’t like to memorize words 
but try review TOEIC words every Sunday. Also I review what 
I didn’t understand from class. 
 
Cognitive I’m going to increase vocabulary. I’m using ALC in the class 
on Monday and this is a good time for remember new words. 
I’m gonna take a memo of new words. 
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Cognitive   I’m going to read books and watch videos in English when I’m 
free. I can understand English a little, so I try to hear English. 
 
Cognitive I want to improve my listening by listening to English music 15 
minutes a day and watching Disney movies in English on 
Saturday mornings for 2 hours. 
 
Cognitive/memory I’m going to memorize 20 English words by studying 15 
minutes during the train ride in morning and review the 
coursebook 15 minutes on the train.                 
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Appendix E 
 
Self-developed strategy examples 2nd year students (sample only) 
 
Strategy Subgroup Strategy Statement  
 
Metacognitive 
 
I’m going to go to the library and learn new things. I will go 
once a week at least. Before the class, I will collect any 
information about the class topic to improve my understanding. 
 
Metacognitive I’m going to read news in English on my smartphone every 
morning in my room.    
 
Metacognitive I’m going to organize what points I study in a day. For 
example, if I study with a book or some printouts I’ll separate 
10 pages in each and that is what I’ll study in a day. Also, the 
next day, I’ll review before I study new material. 
 
Metacognitive/cognitive I’m going to watch videos in English with subtitles at 4pm on 
Sundays at home or the library. After watching I’m going to 
summarise the story in five or six sentences 
 
Metacognitive/cognitive     I’m going to complete my assignments especially in the classes 
that use English (as soon as possible). I’ll review and check 
mistakes using a computer or a dictionary and practice my 
speaking assignments again before the deadline.   
  
Metacognitive/social    I’m going to search international topics on the Internet and read 
articles on BBC news during my commute time on Thursdays 
and text my foreign friends. I think I can learn more deeply and 
understand from various views. 
 
Metacognitive/social    Because I’m an auditory learner I’m going to listen to the 
lectures, do research and discuss with friends and teachers in 
my free time. Discussing with friends helps to get new ideas 
and learn fast and easily.                  
                                 
Cognitive   I’m going to say my opinion and note other’s opinions in every 
class. I think it’s the best way to understand what I studied and 
what I did in every class. After school in my free time I’ll 
review my notes to understand for 30 minutes per day.   
Cognitive   I’m going to use specific examples when I speak/write.      
                   
Cognitive   I’m going to watch videos and listen to music in English to 
improve my language skills. I watch videos in other languages 
with English subtitles too. I’m watching videos every night and 
listen to music on the train, bus and when I’m walking.  
           
Cognitive I’m going to share my ideas and feelings with friends and host 
family. I will note their ideas or feelings on my iphone so I 
make a habit of thinking and sharing my opinions and I take 
global thinking and ideas.   
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Cognitive I’m going to work as an interpreter on an international video 
chat app. It will be for children. I’ll do it at the school where I 
work as a volunteer and contact my friends in another country. 
I guess it will be good training to choose words and quick 
response. 
 
Cognitive I’m going to study English vocabulary books while I’m riding 
the train to commute. 
 
 
  
 
 
Appendix F 
Breakdown of Learning Style Survey responses for IR-SE 1 
International Relations – 2nd-year student group  
Part 1 Visual 13 Auditory 3 Tactile/Kinesthetic 1 
Part 2 Extroverted 10 Introverted 9   
Part 3 Random-
Intuitive 
11 Concrete-
Sequential 
8   
Part 4 Closure-
Oriented 
12 Open 5   
Part 5 Global 7 Particular 15   
Part 6: Synthesizing 4 Analytic 15   
Part 7 Sharpener 12 Leveler 8   
Part 8 Deductive 13 Inductive 13   
Part 9 Field-
Independent 
12 Field-
Dependent 
7   
Part 10 Impulsive 11 Reflective 12   
Part 11 Metaphoric 12 Literal 10   
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See further details below on numbers/results: flat = even balanced; within 1 = one point difference 
Visual/tactile flat: 2, visual/auditory flat = 1 
Extroverted/introverted: 5 flat or within 1 for both 
Random-intuitive/concrete-sequential: 6 flat or within 1 
Closure-oriented/open: 5 flat or within 1 
Global/particular: 3 flat or within 1 
Synthesizing/analytic: 10 flat or within 1 
Sharpener/leveller: 11 flat or within 1 
Deductive/inductive: 10 flat or within 1 
Field-Independent/Field-Dependent: 7 flat or within 1 
Impulsive/reflective: 8 flat or within 1 
Metaphoric/literal: 9 flat or within 1  
 
Appendix G 
Breakdown of Learning Style Survey responses for MC 2 
Multicultural Relations – 1st-year student group 
Part 1 Visual 6 Auditory 8 Tactile/Kinesthetic 2 
Part 2 Extroverted 6 Introverted 11   
Part 3 Random-
Intuitive 
8 Concrete-
Sequential 
6   
Part 4 Closure-
Oriented 
9 Open 4   
Part 5 Global 10 Particular 5   
Part 6: Synthesizing 8 Analytic 8   
Part 7 Sharpener 10 Leveler 9   
Part 8 Deductive 6 Inductive 10   
Part 9 Field-
Independent 
9 Field-
Dependent 
8   
Part 10 Impulsive 2 Reflective 13   
Part 11 Metaphoric 12 Literal 2   
